
T H E T E A C H I N G OF E L E M E N T A R Y PSYCHOLOGY 
I N COLLEGES SUPPOSED TO H A V E NO LAB
ORATORY. 

By M a r y W h i t o n Ca lk ins . 

Wellesley College. 

The first part of the report herewith submitted summarizes 
the replies to a questionary sent out to 80 colleges and uni
versities. Replies complete enough for use were received 
from 47 institutions.1 I t appears from these statements 
that the elementary course as given in the average college is 
usually a required course, more often running less than a year, 
and often, though not always, meeting in large divisions. 
The course tends to be taken mainly by juniors but in con
siderable number also by seniors on the one hand and by 
sophomores on the other. I t is conducted partly by lectures 
and partly by discussions or recitations. The students make 
use of a text-book but their study of i t is supplemented in 
various ways. 

The replies to the questionary are summarized in more 
detail in the statements which follow; and these are condensed 
from verified tables compiled by Professor E. A. McC. Gam
ble.2 The replies concern: 

1 The list is the following: Amherst, Bates, Bethany, Boston, Bowdoin, Brenau, 
Butler, Colgate, Colorado College, Columbia College (South Carolina), Dalhousie, 
DesMoines, Dickinson,Elmira, Fayette (Upper Iowa), Georgia, Georgetown, Grinnell, 
Haverford, Knox, Maine, Marietta, Mercer, Middlebury, Morningside, College of 
City of New York, New York Normal College, Oberlin, Ohio University, Penn. State, 
Randolph-Macon, Ripon, Rochester, Rutgers, Simmons, Swarthmore, Tennessee, Texas, 
Toronto, Trinity, Tufts, Union, Vermont, Virginia, Wabash, Wells, West Virginia. 

8 To Dr. Gamble and to Miss. S. J. Woodward, who assisted her, my warm thanks are 
due. 
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I . The Academic Status of the Course (47 cases). 

The course is 

(a) Required, absolutely: Cases 30 
Elective absolutely: Cases 11 
Part of a group in which a given number of hours must be 

taken: Cases 5 
Prerequisite to pedagogy (which is largely elected): Cases .. 1 

(b) Prerequisite to other courses in psychology: Cases 23 
Not a prerequisite to such courses: Cases 6 
No other courses (or no answer): Cases 18 

(c) Prerequisite to all or any courses in 1 
philosophy: Cases 29 

Prerequisites to all or any courses in 
education: Cases 20 

Prerequisite to all or any courses in 
sociology: Cases 2 

Not a prerequisite: Cases 8 
No answer: Cases 5 

• Separate Cases 34 

I I . The Length of the Course. 

HOURS PER WEEK 

ONE TERM 

3 

3 

4 

2 

5 

2 

at W H « W 
S 

ON
E 

S 

3 

14 

4 

s 

TWO TERMS 

2 

I 

3 [ 4 

3 | 2 

5 

I 

ONE YEAR 

2 3 

4 6 

6 

I 

? 

I 

M H PI < D O H O 

? 

I 

a z 
2 

I 

>4 
•< 
H 

47 

/ / / . r/te College Rank of the Students in the Course (47 Cases). 

The course is open 

To seniors only: Cases 4 
To juniors, or to seniors and juniors: Cases 23 
To seniors, juniors and sophomores: Cases 10 
To sophomores, or to sophomores and freshmen: Cases 6 
Without restriction: Cases 1 
No definite answer: Cases 3 

I V . The Numbers in the Course. 

The course varies in number from less than 10 (in 1 case only) to 201-
300 (in 2 cases). In only 4 cases (out of 28) in which courses number 
60 or less are the classes broken into divisions. I n 1 case, a course num-
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bering 200-300 is undivided. Of 12 courses numbering more than 60, 
5 are divided into 5 divisions each, 4 into 2 divisions each: while one 
class of 201-300 meets in 8 groups. 

V. The Rank and Work of the Teacher (47 Cases). 

The course is taught 
By the president (who teaches philosophy also): Cases 1 
By a professor, teaching 

Psychology only: Cases 1 
Philosophy also: Cases 15 
Education also: Cases 1 
Both philosophy and education also: Cases n 
Miscellaneous subjects: Cases 2 

(No answer concerning other subjects) 2 
By an instructor teaching 

Philosophy also: Cases 2 
Education also: Cases 2 

By one man with assistants, all teaching 
Psychology only: Cases 1 
Philosophy also: Cases 2 

Other cases (and question unanswered): Cases 5 
The statements which follow are contrasted with those which precede 

in that they concern not so much the academic status, student-rank, and 
numbers but the avowed aims and methods of the elementary course in 
psychology. Part I I of this paper takes special account of these results. 

VI . The Emphasis of the Course (40 Cases. No reply in 7 Cases). 

EMPHASIS ON 

Introspection 
Physiology 
Biology 
Practical Applications of psychology 
Philosophy 

VI I . The General Method of the Course {47 Cases). 

(a) Predominantly by lectures: Cases 8 
Predominantly by class exercise: Cases 24 
A fairly even mixture of the two methods: Cases 10 
No definite answer: Cases 5 

(b) Recitation required (31 replies). 
To a considerable extent: Cases 20 
To some extent only: Cases 11 
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V I I I . The Method of Introducing a Subject (47 Cases). 

By assignment of reading in textbook: Cases 23 
By lecture: Cases 8 
By questions demanding introspection: Cases 5 
No definite answer: Cases 11 

I X . Details of Method (Cases 47, not exclusive). 

A textbook is used: Cases 40 
Outlines are used: Cases 23 
Review questions are used: Cases 19 
Collateral reading is assigned: Cases 28 
(In 10 of these cases the extent of the reading is "considerable.") 

X . The Use of Experiment (Cases 47). 

(a) Real laboratory work 7 
(In 3 of these cases the laboratory work is "important;" in 2 

others it is supplemented by out-of class experimenting.) 
(d) Directed experiments outside the laboratory: Cases 18 

(In 9 of these cases in the experimenting is "important.") 
No experimental work (so far as indicated): Cases 22 

(c) Use by the lecturer of 
Demonstration experiments: Cases 16 
Physiological material: Cases 17 

If we suppose that an inquiry similar to this had been con
ducted twenty-five years ago and if we compare its hypo
thetical results wi th our own figures, the outlook wi l l be 
mainly encouraging. The course in psychology has been 
pushed backward from the senior year so that a student can 
apply his psychology in his further college study. The 
course is no longer taught by the college president in the 
intervals of administrative duty, nor as a secondary occupa
tion by the teacher of radically different subjects; and psy
chology has been freed from its entangling alliance wi th 
philosophy. On all sides, also, we find evidences ofvigorous 
and individual teaching. 

Our results are however, of chief importance in so far as 
they make clearer and more viv id our conception of the true 
aim and of the right methods of the elementary course in psy
chology. In the paragraphs which follow I have ventured to 
formulate the results of my own experience and observation, 
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noting at various points the relation of these suggestions to 
the actual procedure already described. M y recommenda
tions have reference to the general course in psychology 
regarded as introductory not only (and not chiefly) to more 
advanced courses in psychology, but to courses in philosophy, 
in education, and in other subjects. In but one respect, I 
believe, may such a course differ from that elementary course 
which is planned to introduce the student to further psychol
ogy: the more general introduction-course may run through 
a semester rather than through a year. Without doubt the 
full year course treats the subject more adequately. Yet 
precisely because of the fundamental nature of psychology, 
i t forms an important member of every group of studies, 
literary as well as scientific or philosophical. And in many 
institutions psychology can hold this central position only 
if i t be offered as a semester course. I n the opinion of the 
writer, such a course can be given without prejudice to 
scholarship by a teacher who keeps pace wi th his science, who 
distinguishes essential from accidental, who systematizes his 
material, and who never lowers his standards of accuracy. 

W i th this introduction I offer four more or less obvious 
recommendations: 

I . Psychology is psychology whatever the use to be made 
of i t . First courses i n psychology should therefore be essen
tially the same i n content and in method, whether they intro
duce the student to advanced work in psychology or to the 
different problems of pedagogy, of ethics, or of metaphysics. 
the immediate purpose of every course in psychology is to 
make the student expert in the study of himself: to lead him 
to isolate, to analyze, to classify, and (in the scientific, not in 
the metaphysical sense) to explain his own perceiving, remem
bering, thinking, feeling, and will ing. In the effort to classify 
and to explain, the student wil l of course attack the relevant 
facts of sense physiology and of bodily behavior He wil l 
study these however as conditions and accompaniments of 
consciousness. Psychology is nothing less than such a study 
of selves—and primarily of one's own self—in relation to the 
environment, personal and impersonal; and, conversely, any-
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thing more than this though i t may be related to psychology, 
is not psychology. I f we are in earnest in the belief that 
psychology is an important, indeed, an essential introduction 
to the disciplines already named, we must mean by the term— 
psychology, and not a conglomerate of which a dilute psy
chology is one component only. Whatever is necessary to 
the study of psychology for itself is necessary, therefore, to 
the first course in psychology as introductory to other sub
jects. As has appeared, this does not mean, that the two 
courses need be equally long and equally detailed. In par
ticular, laboratory experiments wi l l probably, for reasons of 
time and convenience, be barred out of the general course. 
Yet i t has, I think, been shown that individual experiment as 
well as demonstration may advantageously be introduced. 
And, on the negative side, the utmost pains should be taken 
not to encourage applications of psychology at the expense 
of the psychology to be applied. The bearing of psychology 
on practical problems of every day l iving and of pedagogy 
may most advantageously be emphasized by the instructor; 
but the applications should follow upon analytic study. Not 
only the purposes of scholarship but the practical aims them
selves are thwarted by the tendency to form conclusions for 
the sake of applying them. 

The last paragraph has made reference to the relation of 
psychology to ethics and to pedagogy. I wish to say a 
special word of its relation to philosophy. In my opinion the 
teacher of philosophy should connect the study, constantly, 
wi th psychology; whereas the teacher of psychology should 
exclude all discussion of metaphysical problems insisting on 
the purely scientific study of consciousness. He should bar 
out discussions of materialism, free wi l l , and the like, point
ing out that psychology is compatible wi th any one of the 
metaphysical solutions to these problems. Only by such a 
differentiation of the science of psychology from philosophy 
can we rightly study the former; and only psychology rightly 
studied can be of real aid to philosophy. An indirect support 
to this view may be found in the answer to the questions on 
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the "emphasis of the first-year course."1 Of the 40 instructors 
who answer this question, 20 lay ' predominant'or' great'stress 
on introspection and only 3 set ' l i t t le or no' store by i t ; 
whereas 2 lay 'predominant' and 10 'great' stress on the 
applications of psychology, and 10 pay ' l i t t le or no' attention 
to the applications. Only two instructors emphasize strong
ly the relation of psychology to philosophy as against 14 who 
lay great stress on physiological explanation and biological 
relation. In this connection i t may be noted that the courses 
of these different colleges concern themselves mainly wi th 
the problems of general individual psychology. Only 5 
devote 'considerable time' to comparative psychology; and 
only 2 to abnormal psychology. 

2. The second group of my conclusions is of a more general 
nature. The class in psychology should not, i t seems to me, 
be conducted by means of 'recitations,' or 'quizzes,' and the 
student should more often take part i n discussion than listen 
to lecture. I think there can be l i t t le doubt that the negative 
part of this statement is sound. A teacher has not the right 
to spend any considerable part of the time of a class in finding 
out by oral questions—"how does your author define per
ception?" or "wha t are the laws of color mixture?"—whether 
or not the student has done the work assigned to him. The 
good student does not need the questions and is bored by the 
stumbling replies which he hears; and even the poor student 
does not get what he needs, which is either instruction a deux, 
or else a corrected writ ten recitation.2 One is often reminded 
by the conventional oral recitation of the l i t t le boy's descrip
tion of his first day at school: '' An old woman asked me how 
to spell 'cat,' and I told her." Not in this futile way should 
the instructor squander the short hours spent wi th his stu
dents. The purpose of these hours is two-fold: first, to give 
to the students such necessary information as they cannot 
gain, or cannot so expediently gain, in some other way; second, 
and most important, to incite them to ' psychologize' for them-

1 Cf. Statement V I . , (p. 43 above). 
2 Of 39 instructors who reply on this point to the questionary, 35 make use o.r this 

indispensable method. 
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selves. The first of these purposes is best gained by the 
lecture, the second by guided discussion. 'Guided discus
sion' does not mean a reversal of the recitation-process—an 
hour in which students ask questions in any order, and of any 
degree of relevancy and seriousness, which the instructor 
answers. On the contrary, the instructor initiates and leads 
the discussion: he chooses its subject, maps out its field, pulls 
i t back when i t threatens to transgress its bounds and, from 
time to time, summarizes its results. This he does, however, 
wi th the least possible show of his hand. He puts his ques
tion and leaves i t to the student interested to answer h im; 
he restates the bungling answer and the confused question; 
he leaves one student to answer the difficulties of another. 
In a word, he takes advantage of every suggestion, he stimu
lates and trains his students by intelligent question and swift 
reasoning, he subordinates scattered conclusions to the ad
vancement of the discussion as a whole. 

The advantage of the discussion over the lecture is, thus, 
that i t fosters in the student the active att i tude of the thinker 
in place of the passive attitude of the listener. For this 
reason, in the opinion of the writer, the lecture should be 
used mainly as introduction and as summing up of a subject, 
not as chief method. A study of the answers to the question-
ary seems to confirm my estimate of the lecture as subsidiary 
method, for less than one-fifth of those who reply to this 
question (8 of 42) make predominant use of the lecture.1 
The answers, however, are either non-committal or negative 
as regards the far more important question of the relative 
merit of 'discussion' and of recitation. I t is, to be sure, not 
easy to reduce the replies to common terminology, yet 20 
make 'considerable' use of recitation and 11 more make 
'some' use of i t . In presenting my urgent recommendation 
of the guided class discussion which is neither lecture nor reci
tation I have, therefore, no right to claim the support of ' my 
constituents.' 

In this connection a comment should be made on the size 

1 Cf. Statement V I I (p. 6g). 
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of classes.1 Obviously i t is simplest to teach large classes by 
lecturing to them. Yet a spirited and relevant discussion 
may be conducted in a class of a hundred or so. Of course 
no more than eight or twelve, or, at most, twenty of these wi l l 
take even a small part on a given day; perhaps a half or two-
thirds wi l l never take part; and some wil l remain uninterested. 
But there wi l l be many intelligent listeners as well as active 
participants; and these gain more, I believe, by the give and 
take of good discussion than by constant lectures however 
effective. 

For the benefit, however, of large classes I am convinced 
that careful provision for more individual instruction should 
be made. I t goes without saying that students wi th special 
questions and difficulties should be welcomed in private con
sultation hours. Yet I think that more than this is needed; 
and, to colleges which lack the means to establish a full pre
ceptorial system, I recommend the division of a large class 
into small weekly divisions or conferences. Such conference 
divisions may take the place of one weekly appointment of the 
class as a whole; or, better, each may be treated as a laboratory 
hour in addition to the regular appointments. The time of the 
conferences may be variously used, Students disinclined to 
join in discussion in a large group wi l l express their difficulties; 
assigned questions may be answered and the answers dis
cussed; writ ten review papers may be returned wi th com
ments ; physiological models and preparations may be examined 
by each student of these smaller groups; and, more important 
perhaps than any specific result, a personal contact may be 
established between teacher and student. Obviously the 
success of such a plan depends on those to whom the con
ferences are entrusted. Able and well-trained assistants may 
advantageously conduct most of them; but i t wi l l be unfor
tunate if the main instructor of the course cannot feel the 
pulse of his class by himself conducting one or two of these 
conferences. And i t is essential that he should give over
sight to the conference and unity to the work, by stated meet-

1 Cf. Statement I V (p. 68). 
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ings wi th the conference-instructors and discussions of con
ference methods. I find no evidence that this plan has as 
yet been adopted. Indeed, only 5 instructors report con
ferences wi th individual students (and 3 of these make only 
'occasional' use of the method.) In one college, however, 
a class of 60 meets in one division for lectures and in three 
divisions for 'quizzes.' 

3. M y third conclusion is closely connected wi th what 
precedes. I t is absolutely essential that the course i n psychology 
supplement text-book study by methods intended to secure the inde
pendent work of the student. To require of the student merely 
to give back, in writ ten or in oral form, the contents of a 
text-book is to run a heavy risk of missing the bull's eye of 
the course; and this, we have ever to remember, is to teach 
the student a first hand study of himself as conscious. I am 
not recommending that the general course in psychology be 
conducted without a text-book, for I believe, on the contrary, 
that precisely the beginner needs the aid of a book in focus
sing and classifying the results of his observation and reason
ing. But better a thousand times no book than a book to 
be memorized. An essential means to the proper use of a 
text-book is, in my opinion, to forbid or discourage its use— 
and to forbear, also, to lecture on a new topic—until the 
student has dealt for himself wi th the topic of study. Thus, 
before, entering on the study of perception and imagination 
one may direct the student to 'state in writ ing the difference 
between perceiving a hat (or chair or vase) which is seen and 
imagining a similar hat (or chair or vase) which is not in the 
room. Before lecturing on the individual sense-types of 
imagination the student may be required to answer, again in 
writ ing, Galton's questionary or some one of those modelled 
on i t . Before reading or listening to lectures on attention, the 
student may answer questions such as these: " W h a t is the 
difference between attending to the demonstration of a geo
metrical problem and attending to the buzz of a mosquito? 
What bodily marks of attention have you noticed in a dog?" 
I t is unnecessary to mult iply examples. The essential point 
is that the student be led to observe his own experience, to 
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record his observation accurately—in a word to psychologize; 
and to make the observation before, not after, discovering 
from book or from lecture what answers are expected to these 
questions. Individual experiments should so far as possible 
be performed in like manner before the class discussion of 
typical results. I n all cases the results of these introspec
tions should be recorded in wr i t ing; representative 
records should be read and commented on in class; and the 
discussion based on them should form the starting point for 
text book study and for lecture. 

The instructors who have answered the questionary evi
dently concur in the view that a text-book is necessary: only 
4 of the 47 make no use of one.1 But 23 of the 40 who have 
a text-book make, as I believe, a radically wrong use of i t 
since they introduce each topic by assigned reading in the 
book. Of the remaining, 8 instructors introduce each sub
ject by lecture and only 5 by what I hold to be the right 
method—some exercise in introspection, whether simple or 
experimental. 

On the other hand, in almost all these college courses text
book study is supplemented in other ways: collateral reading is 
required in 28 cases, review questions are assigned by 19 
instructors, experiments are performed or required in 25 
cases.2 A l l these methods have their value. Collateral read
ing is useful first in that i t protects the student from the 
dogmatism or one-sidedness of his teacher or of his author or 
of both; second, in that i t offers an opportunity to enlarge his 
field of observation. The student is no longer a man of one 
book, and can not fall into the error of regarding psychology 
as a closed science. I n one introductory course known to 
the writer though not included in this study—that at Iowa 
University—the student is required to read three psychologi
cal text-books besides reading and working out the experi
ments of an experimental manual. Such a requirement ob
viously presupposes great skill, on the instructor's part, in 
the coordination of different teachings on every topic of psy
chology. Except in the hands of a gifted and experienced 

1 Cf. Statement V I I I (p. 44). 
8 Cf. Statement I X . (p. 44). 



52 MARY WBITON CALKINS 

teacher the result for the beginner in psychology might well 
result in a confusion of several systems and a clear knowledge 
of none. Fewer text-books, wi th assignment of collateral 
reading on selected topics wil l prove, in most cases, a more 
practicable plan. 

The discussion of experiment in first year psychology 
belongs to Professor Sanford. Yet i t may here be remarked 
that even a semester course in large divisions may advan
tageously include simple experiments. These may be, in the 
first place, experiments to be performed out of class and 
reported. Such are experiments in visual contrast, in the 
localization of temperature spots, in tactual localization. 
Or the experiments may be class demonstrations—of color-
mixing, for example, or of beating tones. In using these 
demonstration experiments, as in the important demonstra
tion of physiological material (models and charts of nervous 
system and of sense-organs) the important point is to keep 
always in mind that the experiments are in the service of psy
chology, that they are of use in teaching the student to classify 
and explain psychic phenomena, and that they are worse than 
useless if they keep him from seeing the psychological wood 
for the physical and physiological trees. One of the most 
interesting outcomes from the questionary is the discovery 
that in 25 of the 47 cases studied, some use is made of experi
ments.1 

The third class of subsidiary methods is that of the review 
questions following on lecture and reading. Nineteen (19) 
instructors make use of 'review questions'. Their value as 
stimulus to introspection is akin to that of the questions by 
which a subject should be introduced. They should test the 
student's abil i ty to translate the formal language of his science 
into concrete terms, to recognize when he meets them, experi
ences which he can define. Several of the well-known manuals 
of psychology—Titchener's "Pr imer , " Thorndike's "E le
ments," Whipple's "Questions in General and Educational 
Psychology," and Witmer's "Analy t ic Psychology"—contain 
excellent questions of this type. And every good teacher can 

1 Cf. Statement X . (p. 70). 
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find in his immediate surroundings the material for questions 
which wi l l lead the student to make constant applications of 
his psychology. 

4. The exhortation to avoid mere text-book study must 
not be interpreted as a criticism of so-called systematic psy
chology. For no science can help being systematic; and my 
final recommendation, which may be very briefly stated, is 
accordingly the following: Insist on clear definition, consistent 
use of terms, and orderly classification of psychic facts. The 
definition and classification should, of course, follow on intro
spection; should not be accepted uncritically from instructor 
or from text-book: and should be subject to constant revision 
as fresh observations are made. The objection to system in 
psychology is based on a curious misconception. Definition 
and classification are no Procrustean bed; they form rather a 
scaffolding which changes constantly wi th the growing edifice. 
Faulty definitions, inconsistent conceptions, loose enumera
tions in place of systematic groupings, are a sheer hindrance 
to progress in any science. I f the introductory course is to 
have a permanent value, if i t is to provide a basis for further 
observation and reflection, the student must clearly identify 
the objects of his study, must know the precise meaning of 
his terms, must apprehend the likenesses and differences of 
phenomena. 

The sum and substance of these suggestions is simply there
fore: Lead your student, by some means or other, to psy
chologize; teach him to observe and to describe himself pri
marily, and then other selves, in their relations, to the environ
ment. To that end: First, teach psychology primarily as you 
would if i t were an end in itself. Second, eschew altogether 
the method of recitation; lecture in order to sum up and to 
illustrate different topics of study, but lecture sparingly; and 
cultivate constructive discussion. Third, bar out the possi
bi l i ty of memorizing text-books by requiring students to 
precede text-book study by the experimental introspection, 
and to follow text-study by the solution of concrete problems. 
Finally, do not tolerate inexact thinking, but insist on clear 
definition, however provisional, and on systematic grouping 
of facts, however incomplete the classification. 


